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Thecomplexity of educating children requires
educatorswho are knowledgeable, skillful and
flexible.Reflection augments the repertoire and
flexibilityof educators. However, not all practi-




Germaine L. Taggart and Alfred P. Wilson
Reflective thinking is defined as a way of thinking about
educationalmatters that involves the ability to frame problems,
makerational choices, assess intended and unintended conse-
quencesand to assume responsibility for those choices. The
complexityof educating children requires educators who are
knowledgeable,skillful and flexible (Clift, Houston, & pugach,
1990).Reflection augments the repertoire and flexibility of edu-
cators.Through the reflective process, educators also develop
efleetlve teaching habits (Dewey, 1933; scnen. 1987, 1991;
Sparks-langer, Colton, Pasch, & Starko, 1991).
To provide practitioners with insight into the reflective
process,this article outlines models of reflective thinking which
havebeen initiated since the tum of the century. Common to
eachmodei is a process through which reflection takes piace.
(1) Reflection is brought about by a problem. (2) The problem
cr~ates a need to access past experiences, knowledge and
skillsfor resolution. (3) The experimentation which follows uses
POSSlbteInterventions which are monitored lor success. (4) II
succsssnn,the experience and intervention is accommodated
Into the existing schema of the individual. II unsuccessful,
renewedattempts lor equilibrium are made (Piaget, 1975).
r The refleclive practitioner continuously cycles through the
efIective process. Routine tasks are challenged, non-routine
tasks are assimilated producing a shilt in the gestalt or para-
~mOf the practitioner. Constant challenge, open-minded
ISlonmaking, and the use of pre-established value systems
and IUdgments stemming Irom external and internal sources
raJsethe reflective level 01 practitloners (Clift et al., 1990).
all Reflective thinking becomes a state of mind. However, not
'ndP~ctitloners function at the same level of reflection. Nor do
~ \V(dual practiti?ners function consistently at the same level.
tioodeisat. reflective thinking delineate various levels of reftec-
n of which technical, contextual and dialectical are the most
~~mon (Van Manen, 1977; Grimmett. MacKinnon, Erickson,
Whe~cken, 1990). Practitioners function at a technical level
fOCIISmeeting outcomes, leaming skillS and content, and
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reaching simple competencies without regard for context.
Often preservice and novice practitioners function at the teen-
nical level due to limited schema other than personal past
experience on which to draw interventions.
Practitioners reflect at a contextual level when alternative
practices are sought relative to knowledge and value commit-
ments. Content is related to context and students' needs.
Problems are analyzed and clarified on the basis of educative
principles. Many experienced practitioners function at a contex-
tuallevel 01reliection (Clift et aI., 1990).
At a dialectical level, practitioners value the exploration of
problems by assessing internal and external environmental
issues. Dialectical practitioners address moral, ethical and
socia-political issues. A generai leeling of seif-understanding
and individual autonomy pervades. Often the veteran practi-
tioner reflects at the dialectical level when engaged in disci-
plined inquiry. Few practitioners consistently reflect at the
dialecticallevei (Clift et aI., 1990).
Models of Rellective Thinking
The process outlined above and the levels, or modes: of
refleclion are inherent in many of the models of reflecnve think-
ing lound in the literature. The reflective inquiry model which
stemmed from Dewey's research (1933) serves as the semln?1
work on reflection. Other models presented are Van ,Manens
(1977) levels of reflectivity which supyorted Habenmass (1970)
theory 01cognitive interests and Schon's (1983, 1987) reflectiVe
thinking model which locuses on components of refleclion-In-
action. Models (see Table 1) devised direclly through observa-
tions and research of teacher educators were In'tl~ted by
teacher educators such as Grimmett et al. (1990), Valli (1990~
Sparks-Langer et al. (1991), Eby and KUjawa (1994) an
Lasley (1992).
Dewey's Rellective Inquiry Model . . 903
Dewey wrote about reflective thinking as early as 1/11'k
develo in the concept in subsequent texts of How we ~n
(1910 ~9~) and Logic: The theory of inquiry (1,938). ReflectiVe
thought was defined by Dewey as "active, perSistent, and car,:;
lui consideration 01any belief or sup~sed ~~e o::::~~~_
the light 01 the groundS that suppo , an as placed
. . t ds" (1933 P 9) Importance w
sions to which It en s • j" I 'based upon tested infer-
upon discriminating between ~e~::eloPing open-mindedness
ance and those that were ~o ,
and ingraining habits of inq~~. that all knowing could be linked
Dewey (1910) conten e erience and that prob-
to problems originated In co;cr~~~ ~roblem was defined as
lems created the n~d for ra. ec '. ;ms which when inserted
"the discovery of mtervemng e . ans will hanmonize
between the remoter end and the g~~~ ~~oblems challenged
them with each other" (Dewey, p. es of reflective thOught
existing beliefs; therefore, ~ubproc:I~~S investigations to cor-
involved a state 01 perpleXity as w
roborate or nullify belief. . f mutation of method prior to
Logical and consclousntl~r Reflection involved a conse-
actlon was conSidered esse . n events were formed
f a chain of seque, ~ . ecli li ked
quence' there ore, t cuon and were d" y In
which detenmined SUb:ri~~v: thinkers actively engaged In
to previous actions. e . tificatlon 01problems, contemPla-
problem solving through Id"':J analySiS of tile problem-solv1ng
tion of solutions, actIOn, an 'bed theS" phases as:
process. Dewey (1933) descn . d teaps forward to a
(1) Suggesuons, in Whl~ht~:C:::iZatJon of lha dillic1Jlly
possible solutiOn; (2) an In ~ /1(direetIY experienced) mto
or perplexity that has been eesf\On tor w!IiCh tbe answer
a problem to be solved, a qu of one SUggestion alter
must be sough!; (3) the usehypothesis, to inltlate and
another as leadm9 Ideas, or
1
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Tab .. 1. RelleeliV1l Thinkir>g MoOotIs 
PHl.O$OPH'IIPROPONENT P£RSPECTIV[JRATIONALE MODE$/PROCESS 
RelleCliw Inquiry Model Social issues and poOl:Jli!lo'1.$ critically , A f<!II d;t6c;uIty 
".,., .""~ by lIIlPIYing • ,ec:tricaf 2. lOCauon & de/iroi1o, 
model 01 problem !IOMng 3. Suggestion 01 possible !IOkIOOn 
4. OewIO\'l<'*'t by reasoning 0I1he 
bearings of the suggestion 
5. FU"~ ~bM!<vatioo 8. e. perim&illation 
leaciro 10 &ee9plaooe or rejection 
Modet 01 Reltective Teaching tmf>l'O"emen1 01 rofi9ction·tn·&c:lio!1 Obs&rvatioo 
Eby & KVJ8wa 11Yo"9h ")'$Iemalic inquiry. Ioo.Is 00 Re!leclioo 
skifls prO<:es$ 01 rGlIection Gathering Dala 
Considering rooraf ~ 
Making aludglTl8fl1 
C<Jr,s,dering strruegoes -Lawls of Ren..ctioo Inolruroornal medillUOfl of a.;tioos ,-~ 
G<knmelr e' iii, OeIiberati<ln among <XImpfuiog views DoiOiber81 ...... 
RooonsIru:::t;oo 01 e - 0;.18(:IIC81 Th~ory 01 Cognitive Intcrcsts E. pic,..., educati()rl throolt> a lhooretical Em perlesl·anal yt""'l "'-, I<nowfedge base 
F.....:Iamentaf j""t~""'tion & >l&r...--tic.phooomer>ok>g""'l 
1egi!000t.i:<a1ion 01 CO<I'O'I"IO<I prac:11Ce$ 
S:~~I$l!ondir'>g, ernancipatory CriIicaI·!heorellCaf 
Ie8t & criIic:aI c:oneciollSfless 
Pedagogical FU""'ioning Usa of inslrUCDOllal managament approaches , ........ 
"'"' Fuse theory -. practlOll """"~ CritIcally assess eduCIIUCIfllll practICe Q;8leaal 
PH< Collaboration Framewortc Pf(Mdes lor joint con~ruc1ion 01 Re4ramng ttvough darifying <'!Uesr;ons 
Pvgsc:It & JcOO$OI1 pt'OOIe<natic classroom situal(lns Ih rO<,Jr;, Problem sUrMl3 rization 
IhI) process of dialOgue Generation and Pred>:;tion 
Evalualionalld Reconsideration 
Reflective Thinking ~ered apptOIICti which utilizes Reffeclio". in,l\ctioo 
'""" past e>:petioen<e,1heOry. bildlhoa 
, Problematic oitualion 
IIractilione(s val"" Sj'$Iem 2. FrarnrWreframe!he problem 
3. ~oimenta1ion 
4. ReoIorwcon --Or .... ""tiotl. to K~ & proOe$I 01 oecasoon..rnaiung Co\J1iliwl 
Rellectl .... ThinlUng Focuses on dilamfl\8s 01 teachong and SQciaI "'". Sparl<~. C41ron, P1IS(;ft & Stll/lo:/J ~, 
Teact>e< d<lsc~tion 01 circumslanoe unde< Narra!iV9 
whom doci"'011 arG made; gain a better 
undOfS\andi 01 te&Ctlin 'M 
Imlg<!' 01 Teaching """".rellec!;...e, tec:hnical T"';1'InO;a1 fillionality 
'" Tachn""'l Wllhln a f(lflo<::liY9 conI"" Prac1ic81 o:I9o::is"""making Uor8I. 1Khical, & social In , IIOI1retlect .... """'" In<:Ulc\ll io;>Mndoct';flaljoo 




La ... I, 01 Ren..cIiYity MflthodolOl,lical problem, & II'oeOty TeCMica1 "'UOfl~lity 
V/Ifl Us""" de>clop, .. nt to acN_ objEoCl'_ 
Prllgmaoc plaoomMt 01 theory inlO practioo Oe liberatiw ral ionality 
Value oommitment toward educational Critical rationality 
.~" 
g'*19 o;.bwovaboro and othe< operallons in coIection 0I1~o> 
IuiII maleriat (4) Ihe ~ tlatoo,8!ion 0I1he odell Or $14> 
~rtlon$ as an idea Or sup~itlOO (reasorunQ. in !he 
..... '" -. reasonng iI • pari, f'I01 Ihe whole. 01 o.rer. 
8lI0II): and (5) 1eSIirIg the I'I'poIIi ssis by O¥ert or imagona· 
live action, (p. 107) 
put lhe learner bacIo info a reflecUw stage. Dewey conslder<Jd 
probl""" idoen1ilic:ation and Belting ... pre· rellectrve while !he 
resotu"oo o1lhe problem was POSHe1\ec:1,ve. RC$Olulion 01 
problems was an uIIirnate IJO!II pt<J<Icated on peSI O<peO;"'>Ce$ 
and poor know\odfJe, 
111~" aclion was 001 aW'O!l<iate. !he ,enecto.e ttI,nk.r 
move<,! into a seoond ac!ioo that "'lUId solve 1t1e ,..obtem or 
8 
Meaningful <:tose .... alion was adIrocated by Dew<Iy (1910) 
Otn;e<val,oo wa' nOI an end In and 01 il:>eH, bul an active 
prOOOS$ of ~ibefatll explor8lioo conoemed wi1t1 mas!O!1ng!he 
Educational ConsidorBI'Ofls 
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u""nown. Observation served as a link I:>etwoon the current 
and the past. Beginnin~ observations helped 10 determ .... the 
nature of pr~ems l ormirlg a link txitwoon what is observed, 
past experiences and prior knowledge. At the end, observa· 
tions assisted witl1 testing the value 01 l1ypothetical GOnGlu · 
,"oos. Experi mentation was lhe result of observations fo rme<:l 
by varying situations on Ih~ basis of tIloory or id eas. 
Systemalko observation led to systematic ioference in the 
lorm 01 logical reasoni rlg. Dewey (1910) oolin e<! Ihe rociprOGil l 
move~1 between inductive and de<!uclive reasoning os '1he 
recogniti on 01 del inite relations of intmue~nce betwoon 
conside rations previously unorg" ni~ed and disconne<;tm:\, this 
mCOgI"lition biting b<ooght about by the dis<x>very and insertion 
oIl"1<)w lacts and prope rties" (p. 81 ). Discovery and ioSMil)n of 
nOw fl'lCtS and properties was a fIlsult of observation and inler-
ence . Movement towa rd the suggest ion Or hypoth esis was 
rdcrred to as inductive discovery and linked to synth esis_ 
Movement back to facts was re1e rred to as oode<:tive prool or 
te sting and likel"l<)d to analysis_ Dewey contended "ana lysis 
leads to synthesis; while synth esis perfects analysis" (p. 1151_ 
The recipro<;a l movement between ir>d uctio n ar>d deduction 
lostered a secondary goal of st rl.lCturing ar>d implementing sLtl-
sequent systematic inquiry 
In nurt uring and sustain ing retieCl ive th inki ng hab its , 
Dewey (1933) advocated three atti tudes: open-mindedness , 
which enhanced intellectual receptiveness to multiple perspec-
trves; l'ofioIe-heartedness which res ulted in comm itment to the 
resoMion 01 a pr~em: and intellectual resf>Ollsibility where 
reflective practitioners considered ooth short and long-term 
eftects 01 resolution . The deveiopmem of open-mir>dedness 
required that indilo'iduals appraise undet1)'ir1g rationales ordirlar-
i~ tak"" for granted . For Dewey. the oalue ~ rellective thought 
emal"lo:'ipate;) uS Irom mere~ impulsive an d merely rou-
tine actrv ity _ thinking enables us to direct our activities 
with loresight and to p lan according to end-In-view, or 
purposes of which we are aware_ It enables us to act in 
deliberate am int",,!ional lashoo to attain luture objects 
or to come imo command of what is oow distant ar>d 
lacking_ (p_ (7) 
Van Manen's Levels 01 Refleclivity 
Van Manen (1977) criticized the use 01 scien!ilic metl>:xf 
advocated by Dewey (1 910) re lative to currioulum effective-
ness. Concurring with Hal:>erm as's th eory 01 cogni!rve interests 
(1970). Van Maoon voiced concem regarding emphasis ptaced 
upon technical, causal purposes to educatioo. Shortcomings 
evidenced by su ch a model were preoocupation with "mea-
surement of learning OU!cornes, Quantificatioo 01 achievement, 
and the management 01 educational objectrves' (Van Manen, 
p. 209) in lieu of looking at worthwhile ar>d purposelul exper;-
Oncos thaI were best for sludents from a cu rricular star>dpoint. 
Hume (1955) offe red thaI through such a past·oriented. techni-
ca l modet, ski tls, conceptions and knowledge was ga in ed. 
which served as the foundation fo r subsequent growth in know-
in g. Functioning in s uc~ a technical . managerial sense was 
ind icative 01 an e mp i ri cal ' analytical mode l 01 t ~in k ing 
(Habcrma s)_ Van Manen relerred to Ihe technica l ~a"" level of 
re1lectivity as techn ica l rationali~. 
The hermeneutic·phonom<lnoiogical mode raised the level 
01 rellection according to Van Manen (1977). Focus at t~is 
del iberative Iove l waS On action rather than behavior. Concern 
was plac<Jd Uf>Oll "making vi sible and understandable. the 
educational experi ences, actions, and the cha ngin g percep' 
tions and prec<:>nceptiona of leachers, learners. and oth", pa r· 
tioipan ts 01 til e curricu lum process" (Van Manen, p. 214 ). 
Actio ns were a nal y.ed and mean ings, perceptions and 
assumptil)ns were clariliod. Key issues centered on communi · 
cation am intorperoonal understanding. Justilication and leg iti · 
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mation, throll\lh val "" comm itment of common practices, was 
atso inh ~r<3fl1 in herrnooootic·phenomonological knowledge 
The third and highest level 01 fIl flactrvity, a«:ording 10 Van 
Manen (1977). was critical fIl fl eclion . Sharing ideas put forth by 
Hubermas (1970). Va n Manon oftomd that critica l rd lection 
"ooncldes with the progress in tho autool)my 01 tho individUi'lI, 
with the e'im ination of h\Jman mis.ary, and wit h til<) laciOtati O<l of 
GOnGrcla happin ess' (p_ 220) . As poweriul as he rmeneutics· 
phenom(1(lolngical kn o..nedge was in prooucing understanding, 
th e modo lacked ways 01 dea ling wit h distort;ons in comm un" 
catioo am underslanding (Habermas)_ A critical paradigm was 
suggested by Habe rmas (cited in Van Manen) which implied "a 
comm itment to an ""lim ited inquiry, a consta nt critique. and a 
fun damental self-criticism that is "",.t vital to the critica l trad i· 
tion he [the practitOnerJ furthers" (p_ 221) 
The cr it ica l approach fostered interpersonal and so<; ia i 
conditions necessary lor "ur-.Jersta riding , emancipatory learn· 
ing am critical co nsciousness" (Van Manen, p_ 221). A deepe r 
co nsc iou sness to sc>cia l rea lity was evident. Questions 01 
worthwh i leness and th e natu re of knowing we re included_ 
Justice, equality, emancipatioo, arid freedom we re inherent in 
practitioners function ing a t a critical level of reflectivity_ 
Sohon 's Reflection-in·Action 
Set.::."> (1983. 1987. 1(91) co~aborated Dewey's theories. 
adding that reflective practitiooers augmented tecMical exper-
tise with persona l insight and proless iona l artistry_ Artistry 
invo loed problem fram ing and improvisatio n_ SeMn (193 7) 
stated,"1 haoe used the term prolessional artistry to rele r to th e 
kinds o f compe te nce practitione rs sometimes disp lay in 
unique. uncertain, and oortl~ct i ng situatior1s of practice- (p. 22)_ 
Proless ional art istry was manifested by know in g- in-ac!ion_ 
Knowledge-in-action did no t rely on conscious deci sion -
mak ing, but was inherent in spontaneous and automat ic 
actions and based upon past experiences. Specialized sk ins 
were revealed in pub lic acti oos, but we re oI!en unable to be 
verbali~ed . Cognitive activities we re conducted witoout coo-
sciou s rea l i~ation wh ich ro utini~ed action . Polanyi (1967) 
relerred 10 such noocooscious aCl ivities as tacit koow ledge_ 
Taci! krow1edge was del ined as krow1edge which is oot explic-
i!~ described or oortsciously though! about 
SchOn (1 983) suggested know in g-in -act ion deoeloped 
from dual processes 01 rel lec!ion-in-action and rellec!ion-oo-
action. Examin ing nonl inear know ledge -i n-action requ ired 
reflection-in-action or reflecti l)n-on-action . Rellection all owed 
for critiquing arid questioning of repetitive experieoces b<ought 
aboot by routin e actions_ Rellection-in-action was the term 
used by ScMn (1983, 1937) which referred to refl ectoo wh ile 
ill the process of doing. "Reflectioo-in-action is a process v.ith 
nonlogical features. a process that is prornp!ed by experieoce 
ar>d over which we have limited control " (Russell & Munby, 
199 1. p. 164 ). Reflection-in-action differed Irom knowing -i n-
action as ,"ements 01 oortscious thinking and questioning were 
incorporated into the thi nk ing process . The process involved 
problem setting. I ra ming or relramin 9, expe rim entation ar>d 
conscious ana~s i s 01 the consequences of th e ac!ioo . The 
enlire process occurred while involved in aclion, which often 
caused changes in th e cu"enl action . For in stance. a practi-
tioner reflected on the class's inability to de!ermirle a possible 
ooIution to a scientific inquiry. By looking at t!>e situation in a 
diHer""t manner. refram ing, the practitioner adjusted qoostioos 
to cue stOJdents loward possible soIuloos. The practitioner cre-
ated ~ gesta lt shiH or relramed a paradigm to aliow lor immedi-
ate a,*,strnents in thoughl ar>d actioo . Refrarning was possible 
because of past experiences ar>d knowledge wh ich provided 
input into the thinkin g process. In rellection· in ·act ion "doin g 
and th inkiog are cOOlplementary. Doing ext""d s thiokiog in the 
tests, moves, ar>d probes of eXp<Jrimental action. and refl ectioo 
, 
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leeds on doing and its results . Each feeds the other, and each 
sets bc<Jndaries lor the OIher" (Schoo, 1983, p. 289). Rellectoo-
in·action varied with in tent and longev ity 01 the action . For 
example, practitioners rellected ujXln roles characterizing pasi-
too in a given siluatoo Of incurred over a peroo of ti me. 
Rellcction-on-action, in cont rast, referred to "the ordereo. 
dol,u erate, and systematic app licatioo 01 logic to a problem in 
Ofder to rewl\le it; the process is very mueh withi n our control" 
(Russell & MuOOy, 1991 , p. 165), Reflectioo-on-actoo involved 
consideral"'" of familiar data rather than reframing, Retlectoo 00 
rellection-in-action produced the oont"" and the systematic 
rl.'Iture of rellectoo-oo-action, 
Sch6n II (91) s.uweSled a three Slep prooess which moved 
practit"",ers from techn cal training to thilkir>g professionally, to 
enabling them to develop new forms ot Understa nding and 
action. SchOn ma intained that professionals c/o co nsciously 
retloct on actiOns, punir>g actions in the cootext '" problem creat· 
ing aM problem willing , Reflection cotid be demonstrated when 
proless.ionals thi:lug ht about actions, beliefs, goals. aM theofies 
re!at",e to cu rrent situations, 
ScMn (1983) also stressed th at reflecti.e practice w~s 
g ourded in the appredation system which inckJ ded a repertoire 
01 .a lues, koow ledge , the-orie s and practices, Simila rly, Va lli 
(HI90) and Liston and Zeichr .. " (1987) advocate-d moral as 
""," I as educa.tiorl.'ll criteria in examining soI ut"",s and >","shie 
lIl'flIementat""'. 
Dimensions 01 Reflection 
Grimmett et a l. (1990) grouped reflocti.e practice in to 
three dimensioos; inst rumental mediation 01 action , delibera -
tion arr>:>ng compeling views 01 teaching, and recoostruetion of 
experienc~, Grimmett ot al.·s dimensions al refl ectivity corre-
sponded to Habormas's (1970) th ree lorms 01 knowledge : 
~rical·analytic, hermer;eubo-phooomeooklgical. aoo critical-
theoretica l. For each perspocti.e the relationship between 
koow\edg() aoo rellection was coosidere-d in te rms of source of 
knowledge, mode 01 knowing, and use to which knowledge 
was put as a result of the rellective process 
The fi rst dimension, in S!rumenta.1 mediation of acti on, St(l-
po rted thoughtful , mediated actioo which leads to praxis and 
assists practitiO<1erS in replicating effoctioe classroom pfactces 
corrooorated by research. The knowfedge sou rce used to 
d irect practice was externally presented in a tec hn"al mode by 
experts in the l ield . Rell ective Teaching (C rUickshank, 1985 ) 
exemplified ref lection at an instrumental leve l. Practitioners 
taught pre·estab~shed lessons with predetermined goals dur-
ing a shQ(\ time Irame. Immediate leedback regarding technicaf 
skh exhibited in teaChing was provkled by the smal numoors 
'" poors to I-.tIom the teacher d irected the lesse." Refl ection in 
sma ll and large group settings foliowe-d the teac hing ep<sode. 
Gri mmett et a l. 's (1 900) deliberative perspecti.e was base-d 
upon choice amMg competing ve rsions 01 9000 teaChing, 
DIlIioorative practitioners atter>ded to the context of events with 
th e ~sta.ooing that dei ooratioo invollle-d oompeting views 01 
teaching and examination Qf those views refative to conse· 
quer;.:;es and action. An external source of knowledge was pr~ ' 
sented, sim iiar to reflection in an instrumental dimension . ~ ut 
un derstand in g 01 the koowtedge was med iate-d th rough col· 
leagues and the context 01 the srtuation, The mode was deioor· 
al ive usin g resea rch knowledge in an "informed eclecticism" 
(Schwab, 1978) to enl ighten pract ice rath er than di rect it. 
Practitioners rele rred to personal experiences I'Ihictl tit the w r· 
renl context for inte rpretation of problems and for detefOl inJ-tg 
meaning. The de li ooratioe mooe fostered tree exchange 01 
.news arr>:>ng practitioners aoo valued feecl:lack , TI'to'ou(1l delb-
erat"",s, actions, and feectJack, practitioners developed exlen-
si.e repe rtoires 01 practical knowledge which Sanders and 
McCutcheon (1900) called practice-centered inquiry. 
The th ird dim€flsion defll"lOd by Grimmett et at. (199-0) was 
reflect ion as reo rganization Or reconstruction of expe rie r.ce 
leading to action, '''f·as·teacher, and assumptions of teaChing 
derive-d from a critica l·theoretical basis . The degree of recon· 
struction to whic h th e act 01 problem selling was problematic in 
and oj itsell was a key component 01 dialectic reflection. The 
source 01 Koowtedge was both contextual and the practica l 
app li cat ion 01 pe rsona l kr'lOwtedge . A dialectical mode was 
based upon problems and subsequent reflectioo. Koowledge 
was emergent and metaphoricaf as pract itionefs ffamed. 
relramed, aoo reconstructed past lJIlderstandings to generate 
""w perspectives <)<l pun~"9 sil uations. The purpose of the 
thi rd perspective of rellecti.e thinking was to trans/orm teac~ · 
ing to a more educative experience COIlsist"'" with practition . 
ers' i)(,licts and va lues al effectioe practice. 
V~IIi"S Images of Teachin9-A Moraf Pernpective 
Valli (199-0) researched rel lection in teacher preparati on 
models. Four approaches to reflection were determined: tech· 
nica l raliona~ly, practical decision makin g, iOOoctfination, and 
moral rellection. Moral ref lection was looke-d upon as b~"9 
most criti cal in nature and, therelofe, most desirable, 
In determining the fo ur images 01 teaching, Va lli used a 
quad rant IOfmat The OOrizontal axis held the dicootornous ele· 
ments of oonreflective and reflectioe practice, wh ile th e vertical 
a<is included the dichotomy of technical versus ethicaVcritica l 
approaches (see Figure 1). Within the quadrant bounded by 
noorellection and technical reflecti oo was the technica l rat>:;.. 
nality ar>Proac h. Goals for technica l rati ona lity were to build 
prInciples and procedures which tormed the basis lor !cach ing 
and to help practitioners master knol'.1edge and sid" 01 teach-
ing which lootered proficiency in performing basic tasks. Val i 
(1990) rejected the ootion that a nonreflective, tochn ica l ratio-
nality approach was appropriate in teacher prepa ratioo lor two 
reasons. First, teaChing was too complex and situation specilic 
to be li eve that thfOUgh stall dev~ lopme nt practices a lone, 
deveiopment of crit icaf jUdgment by practitioners could take 
place . Second ly, Vall bel ieved effective teaching to I>e a """"I 
resp;>llsibi lity rathe r than a techn ical s~i • . 
In the ""xt quadfant. Valli (199-0) inciOOed practical decision 
maki ng whic!1 added refl edioo to th e tochn"aI aspect. of leach-
ing . Pre-estabisMed goafs were set wh"h servoo as the basis 
lor analys is of pract itioner's action s und consequences of 
act>:::ffl . ReflectNe Teaching (C ru icKshank, 1985) was consid -
ered as a strategy within the pract"al decision rnakn g quadrant 
By making decisions on pfObiematic situations louoo in 
classroom instruction, student motivation and classroom orga-
nization, practiti ooers framed and relramed problems louod in 
the teach ing-learning process. "The limitation 01 this approach 
to reflection and the reason it docs not lunction as a ~e­
hensive image of teac!>ing is that it kaves Ihe goa ls, soc ia l 
conte.t, and, ,curriculum conte nt of ~tioo unexant ined'" 
(Valli , p. 19), The practitioner was plac<ld in a role of marl.'lger, 
rather than in a role of empowered edueator 
Figure 1, 
Valli's Rel lective Think ing Mo<Icl 
Technical 
Techn ical Rati ona~y Practical Decis<on Making 
Nonreflective - - --- --1------- Refledive 
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IrxIoctrination was the third orientation to teach~ r prepara-
lion, IrxIoctrinatiOl1 , or inculcation, was """,reflective, yet crit~ 
cal. Praditioners trained with such a perspec1iv~ held ck>se<J 
wo rld views which we re often imposed upon other. (Va ll i, 
1990), Indoctrination was considered to b~ nonrefl ""tive and 
ooneducative limiting 100 examination 01 alte rnativ~ persp""-
tives by pract~ioners (Liston & Zeichne r, 1~S7; Valli), 
Vall (1900) oom;idered """",I ref1oction to 00 the approach 
of choice, Mora l reflection was both roflective and critical in 
natufe, Reflec1ion was viewed as -a rnc~nS towJrd th(l oov~c>p­
ment 01 ethical jt.<:lgments, stratOgic actions , and the roaliUltion 
01 ethically i~nt ends" (Liston & ZeiclYler, 1987, p. 127) 
Thre<! approach(ls woro fO\>"'ld within moral reflection: dei oora-
tive, relal iona l and crit icat . -Each is concerned wilh he lping 
proSpeCtive teachers reflect on the moral aspects 01 teaching 
and aSSt.m<l$ that edv::ational decisions are inevitably based on 
bei ets, however tacil, about what is (jOOd or desirable" (Valli , p 
20). The deliberative approach encooraged thooghtfut consider-
ation of ethical dec isions relevant to educationa l issues 
Rig'ltness of condoJct and questioning of vakJes we re inherent in 
the deliberative apPf<!ach (Tom, 1(84) . Key moral dime<lsion s 
wO rO practit ioner/studenl relationsh ips and th e curriculum 
Reflective practiti oners in t>oIh instar<;eS viewed prC>l,>ems frC<l1 
a moral pe rspecthie , reasoning tile most de$i rat>le means to an 
and which would 00 just and equitable bas.ed upon the practi-
tioner's judgme<lts and va lue system. Th e del ioo rative apprOACh 
used kong-raf'9' booefils to the student arld the impMaoce 0/ 
lhe k""""edge taught as the bases fe." judgir>g moral practioo. 
Fo r a d<O ibe rative practitioner th e moral y r"ht thir>g was maki r>g 
sound judgme<lts while ackoolYledgir>g legitimate dilferooces 
The relational approach (Valli. 1990) was rooted in lhe .-.aI-
ural relatio nship 0/ moth"'ir>g. subjective experi ence , and the 
un>qL>efless 01 human eoooumers. Like the preceding approach, 
moral deliberations were inv~ved. Also meroot in Vali's reta-
t"",,1 approach were fecep1ivil)l. reialedness and responsive-
ness. Relatioosh ips were more important than rationality and 
empathetic understardng roore importam than abstract ptinci--
pies. The primary goal was to help practitioners become care---
take rs of studoots, ACCOfding to Nodd ing> (1984), practitioners 
apprehended the reality of eactl studem and gave ~tlce 
to affective growth with less concem for academk:s. Those who 
cared about ch il dren (a) expe ri enced a ca ring community 
through mc:<Ielir>g, diab-Jue. practice aoo ooofirmation of sv::h 
desirable qualities as meticuloos preparation and constru:tive 
evaluation ; (b) were encouraged to be autonomoos decision 
makers throo gh diabgue; (c) were Pffi,i<\ed practice in caring 
fo< aoo fidellty to persons; and {d) confirmed wonhy moti,es 
and attaina~ l e images of moral educalOrs (V alli ), Relationa l 
capacities needed by cari ng practitioners induded . sten ing and 
respon<:i-Jg to the cared ·fe.", oon9 engrossed in the other's real-
ity. klanlifying ind ivkluat. ' growth needs. hepng students find 
personat reason. fe." choices, and mutually strUggl ing toward 
competence and eth "",1 ideals, Practitione rs would learn how to 
teach content, oot would primari ly lea rn how to live a carir>g 
ethic in th~ classroom 10 induce an enhaoced moral sense in 
the student' (N oddings, p. 179). 
Primary contc nt in a r~utiona l ethic was the practition ",'s 
responsibitity to individual stoxlcnt. (Valli , 1990), Practitioners 
rollocted upon, engagoo in di~i<>ll"" about. and practice<J cre-
ating ca ring rolations and communit ies, The relati o nal 
approach evaluatoo mora l choice according to benefits to the 
cared -fu r. Ind ividua l ta lonls, aSpirations. and personat desi re 
superseded sociota l needs (Noddings. 1986). Caring practi-
tioners asses5<Jd ethical practice by ask ir>g what elfect choices 
had o,.pon students and on the COfmr • .rity 
The cri tical approach to rcflectivo practice wppo~ed by 
Valli (1900) was derived f rom po litical philosophy, primarily 
Maf<ism. It explicitly trealed s.:hoots and "",hoo l knol'Oedge as 
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po litical wi t~ tea G~~r preparation aimed at ' crit ical peda-
gogoos" or -tra n. fe."mati ye in tc ll ectuals' (G iroux & Mcla ren , 
1900). Proponents a r9u ~d thut schoots were socia l in stilution s 
which rep rod V::ed a society based on unjust class, race, and 
gender reiatioos and that practitiooers have a moral Obligation 
to refl ect on and char>ge practices and schoot structuros which 
perpet ll<lted such ideals, A primary goa l fO!' critical theo ri sts 
was to ass ist practitioners in understand ing ways ,n which 
schoo ls might 00 contri buting t(l an unjust society for the pur-
pose of engaging in omancipato ry action. Critical theorists 
argued that conventiona l knowledge. instituti ons, and socia l 
relations are socialy const ructed and should not be ta koo lor 
granted. Zeichner (1983) challenged refl e<:thie teacher educa-
too programs to cause practit>:oners to exam ine assumptionS 
and biases and to b<eak thro ugh th e pa ramelers of conven-
tional thought In contrast 10 traditional field experier.oes. lhe 
goa ls we re to help prac1iti one rs que.tion Ihe moral basis ol 
practice and understand how schools reproduce and legitimate 
social in eq ll ality. Assignments aided prospective practitioners 
in critically analyzing conventional wisdOO1, reje<:ting techoo -
cratic app roaches to teaCh ing, and viewing schools from th e 
perspective of those who benefit from them the least 
The critical app<oach served two purpose. (Valli. 1900) 
The first was epistemological which allowed the leacher to break 
throug h dominant ide~ogi e. and hegemonic cont r~ . Radical 
social theory was ofte<> introdv::ed to p<ompt such critical reftec-
tion. The second purpose was pedagog ""'I, oocessi lating the 
voici.-.g of pe rsonal experience. It evoked deconstruction of 
ste reotyp es and biases in order to transform education 
Practitiooers Using the critical approach evaluated practice as 
mo<al il the purpose was to resiSI repreSsive heqemonic oootr~ , 
assist the least <>d\Iantaged, or transform ur"just slru:tu res 
Orientations 10 Reflective Thinking 
Like Valli (1990), Cotton and Sparks-Lang'" (1993) deyef-
oped approaches to teacher educalion wh;ch hiflged on refl e<:-
tioo based upon moral and democratic prine",,",s, A oooceptll<ll 
framework presented a manner in which practitioners may 
become -thoughtful pe rsons intrinsically motivaled to anaty,e a 
siluation, set goal., plan and mooitor actionS, e.aluate resullS 
and refl ect on lhe ir own profess ional th inki ng- (Colton & 
SparkS-Langer, p. 45). Components of th e frame work for 
reflec1ion ioo luded professional kn ol'Oedge base, conslruction 
o! kool'Oedge and meaning, arld action 
A professialal knOl>1edge base ,r"'uded se.en categories. 
Content , students , pedagogy and context we re taken from 
Shulman's (1987) work . Prio r experiences (Kennedy , 1989), 
personal vie .... s and .alues (Van Manen, 1977; Zeichner &. 
Liston, 1987) and scripts (Resnick & Klopfer, 1989) cor.oluded 
the li st. The prac1itioner firsl possessed an understanding of 
subject matter and curriculum which was re lated to stu dems' 
cullUral backg ro unds, deve lopmenta l leve ls and learn ing 
styles. then correlated knowledge with a sound pedagogical 
apprOACh, Pedagogy came in two forms: gooeric mett.::ds and 
theories and those which were conte<>t specific . Practitioners 
then considered context of situati oos, prior e'peri ences, and 
pe rsonal and soc ial values derived fro m life e'periences. 
Finally, two 1ypeS of scripts we re includ ed, Those s.:rip1s that 
allowe d practi tioners automaticity wh il e foousi.-.g on cri1ica l 
issues and those which inc luded se lf-Qu eslion ing as pa rt of 
problem analysis and planning, ofte<> referred to as metacogni-
tion (Cotton & Sparks-1..af'9'r, t993) . 
Feelin gs bridged the gap between koow ledge base sto red 
in loog4erm memory and inlormation from the immediale envi-
ro nmell1 which aided conS1rllC1ion 01 koowledge arid meaning. 
By combining Kolb's (1984) and Dewey 's (1 9 10) mode ls of 
refl e<:thie expefleoce, a rel\ective process was fo<ma'zed, The 
pfactitkmer opted to locus on a pan;cular aspect of expeliooce. 
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Inlo«n8lion wIIS COllecllKl, analyzed and interpreted wnile 
!OCOOf\'IITIOdation 01 kflOWled\l<l was made into eUSbng schema. 
II d~.bfbn occun«l. addmonal OlfonnabOn may be c0l-
lected Ihrough i1Iiemal Of e""""'" soo.roes.. The SOIuafion was 
defined and hy~neses suggeSted and tested lor long- SOd 
shon·lerm conseQuences . Act.ons wllre .mplemenled. It 
desired resutt, were Obta.ned. the po-ox:e» wal complete 
Othe ...... IIIOOoIicaIJOnS _II made and !he process r~1e(I 
(CoIIon Ii $t)oork&-langef. 1993). 
The ptox:fIU described by Colton and Sparks-langer 
(1993) served .. 9 moo:lellOf relled",e Ihinklng. Within lhe 
model. Pfactillon"s lunc1i(>r1ed using three orklntalions 10 
reftect lve thinking: cogn.t.ve. Cri tica l and narrstive (Soar "s-
La"'}9l" et al ., I WI ). The cognitiYe approach d<!alt ";th the II<st 
lovr 01 $hulman's (1007) si x cateqories olkrowledge and the 
ways practitklna<s rotated (:¢(I!ent to studoots. Cont&nt. peda· 
my. C<J rrlcuiurn and characteristics 01 learners were used to 
~OI) cognUive &1< •• in practitioners. The CO!Piive Ie~ at 
th~ pOInt was If<enod to "an Manen's (1977) deliberative Of 
tectrOcitf ~ 01 roIIoctivily. 
The IIOnking process wa~ a second """lX"'8"t oIttIe cog-
nibve ~ 01 rel\oclJon .nd ernphasized how a ~ base 
was organiled. Organized S1ructu'eS 0/ Iacts, CQlICGPI8, gene<. 
aliutO::>ns ..-.:I experiences ~ th8 sdt!KT1!ll<l 01 pracl~ 
1lOnltrS ComoIe>< and deeper levels 01 sdt8rnata, oItert Ioond In 
practrbOr~  mote teachong eopenonce. were p;lrsleled 
_ IhIt e.:penenr;ed pra<:IJIoOner"s abiMy 10 rnpon in\orm;lto:;n. 
lorm conll\l<;llon$ among bots 0/ inlormalion, ~ ......... ng. 
lui rnponses 10 ""~ and <>blain the autornil1io;i1y 10 per. 
Iorm more behaviors unconscioosl)l while attending 10 llKiS10l0 
ta~ (L";n/lard'! & Or""no, tS&): Carter, Cushing, Saber • • 
Stein, & e.:.rlino:r. 1966; Oart< Ii Petersoo. 191)6), Complex lev· 
Gis 01 ach~mU!a wore ollen lacking in novice prllCt.tiQ nor. 
Borke and LiWtgs\<>n (1969) compared the rellective IGVllI$ 01 
novice$ W,Th Tt\o&e 0/ expe<ioooed practitioners ooncWng IB) 
rootinll and content Wll<e avalab+e in tt.e ""hom~ta 01 e,peri· 
/lfIC(Kf pt8Culioners II automatic~, aro::f (b) rict1 _atB 
allGwod the eoperienced practiOOnern to consider lhe rueoI in 
the e""""""'IInI and quddy """"'"" <uJI<\Xiate S1ralegllOl 
The $ICOIId level 0/ rellectioo, ~ to ~
'" .... (1991), _ tile crillcaf "IlPfoach which empha$lzed tile 
subStll'lC<! 01 decrSlons by lI){8mimng IIxpenancllS, ~atuH , 
soc:io-P<l'!Icat implanoos and goals 01 p<ac1Iuone<S. Sch6n 
(1987) Stated thai the matOfity 0/ learning W3S derived hom 
refIItet>on on pr-.atH: Sllualions """"" <IClI:Wmd on • CO!l1IO-
'""""" ba$.IS, but oIten the inlorma1ion learned beQ!1n\I1801 and 
difficu" 10 al'lllyze Through a pmctiIioner'5 """r.catlOn I)'S-
tom, a ,,'pe"Oore 01 knowledge was stored in tile 10m> ot tr.&o-
r",s, praclioes, I<nOwIedge and vaIiJes, M of which influotroOed 
th e dec.s.ion making process 01 pracbtiOl1I11S ' arming ~ link 
betwoon the cogrotive and critical levels of reflOdIOf'l (Spa r ... 
Langeretat,). 
Spar1<a-Langer III at. 11\191) maintained !h8t when pracli· 
tlO ners w&re urged to Qoostion prnctices and encouraged 10 
clarity pe<SONI behelS Bnd valu.es reuardi"ll educadon, lhe 
pracbt"""", were _ to critically examine educalional issues, 
C~ IIJ<8r\"W1&IIOn proyided p<>"""" and ~edge ...... eIl los· 
tered sub&eQuen1 Inquiry mvarding tong. and s/tort·term goalS 
_ praCUCH in educatIOn. 
In IhIt narf81ive approach to refIocIIon, tile ·n\8In flmpI\Uis 
IS on teechefS' own ~ons ot tile c»eumstances """"r 
whICh !hey mal<e dIK:isions" (SpaI'1<5-lange< et aI., 1991, p. &). 
A common thread was IImp/lasls on vahdity 0' .nlerences 
dra ..... hom praaotioners' .. ~ NlmatlV\l rellect>on was 
also touted as me t>ridg& _ tile new and old methods 01 
tlwlking about ~ationQI ...... arch. 
" 
Eby ~ nd Kujnl'·. Model 01 Ret1ectl~. T".chinQ 
Eby and KUlawa (1994) d_toPed 8 model 01 ,eIIectN~ 
t8acIWIg 10< use in teacher prfll)!ll"8llon which _ ~ 0( a 
!MInes 01 9d1s that prar;btio: ... ., teamed to ~ . 
action. In plOlb:tng the model, EbV 8nd K.., ... r:i-ew Ifom ..... 
wort< 01 Pollard and hnn (1981). Pollard and TMn analy7ed 
09wey's (1933) wort< n ~ lour essE otiaf r:harat:Iensbcs 
at systematic rellM:Wfl teacI*tjJ: (e) ectrve co"c~", wid! a ..... 
and COfISIIQuences a$ wei as mearIS and tectncal effiaency, 
(b) a comb.nahOfl of inQuiry end ImplementatIOn ski lls w.th 
8thtude. 01 0p8n· mindedne ... responsibilily and whole · 
~arle<lr;ess, (c) a cyckal process wI>oftt>y praClU>ne1S """tin-
..aty rr.',,"lOred. evalc;allld, aro::f r6'Vised p.!aClice, """'" (d) PffiCt>-
tloner ~ts, inlonned by se/I. rGllc-ctir,m and insgus IfOm 
oo...:atooal disci!:Hines. 
P<>Ilard and Tann (1987) id ont.tied So. rel lective inquiry 
ski lls that prac!itiOfl er& can lea rn te a~y Within dassrooms, 
The first skil l was emp<rica! in II!llu re conce med Wlth ooiIection 
01 data and with descriptlonl ot "t",lions. procllsses. and 
cause and ellecu. S\IcQrI(Iy, analytical ... Is ~ed reflective 
pracb~on .... s to intllfllret dltllCriptN<l data Third, \lValuati ..... 
$kills were used to mal<\! judgln\lnts about consequences 0/ 
!he .......... 0/ inqurry an:! to:>w !hoM judgments may be applied 
to future polICY and practice Founh, S1r8legte _ fostered 
"'" ability in practmoners to plan lor ar;bon and ifr¥>Iernem the 
plan. PracDcaf skifls wen:o the fifth 01 the re118CWe inqUry ski ... 
PraCllCaf skiII$ allowed 1'QctIt"*, 10 link analysis and prac-
bat. Finally. communicll~on IIkiIs _ n8C<!"""'Y 10 com ...... • 
cate and discuss ide ... ~'I_1V\I1y WIth _ practi1iooor.;. 
Using IhIt skJIs ootln&d abOve. B refleC1i .... ' eaching moOef 
was developed by Eby and KlJI8wa (1994). The practition .... 
lirst observed a c lassroom epiSOde or student behavior, 
Questions were asked in Bn eflort to lfame th e prOblem. 
Qbjective data and sulJioct.ve inlormation Iram tho ciassr(}()ll\ 
envi ronment w~ re g at~roo and analyZed. JlKl~ments were 
made on !he !:>as", 0( maral p ri nOp<es wilft altemative strate· 
gillS being oonsioor(t{j lor imp lemenlal ion. A . lrat"9Y was 
selected lIlal I>oot f~ the dBssroom fIVe!11 Of $I"""'" behavior 
aro::f plans _re made to if'l'llllement me S1ratagy. Th<I plan was 
put .,., action and monoIOred Wilt! deCISions made regarding 
the valld.ty 01 th~ S1r~tegy Ooatogue ensued which brought 
renectoon .,., lows and IIxp1r'ded IhIt ~ and e"perI-
II'""'" base 01 p<ac1I!JOr"oe<S. 
Lasllly's Pedagogical Funellonlng 
Lasley (1992) defined reflec1ion as "Ihe capacity 01 a 
leacl>er 10 thIN; creatively, imagona1,vely, and at t'm(;-$, &ell· 
«meally at>out c~room po-ec1icf1. IP. 24), Lasley devised 8 
mode l of pedagogical lunctioning ",n ich par3 11 els leve ls 0/ 
t~ac hing skills with abd ity 01 pract.ti OflG rs to o"hibit skills in 
classfO()IT1 e<>ntexts . Las ley also neld that rGl loction he lj>ed 
practitioners move Ir"'" one 01 the ttv" stagG, to th e next. 
In St"!1it I survival was the locus, StQ!;IO I practitioners were 
C<lnCerood will1 personal adeqLl8C'f tor dealing with mu ltidmen· 
sional tasks. FunctlOn,ng at 8 tectonical lave! ("M Maoen, 
1977), pr3ctotioners SlIldom thougnt beyond immediate 
~ and had hogh need lor orderfiness. Stage I included 
moo( n_ practibonerr;..-.d eome veteran prscbbonefS. 
A<:cordrog to LAsley (1992) pracbtiO"ollS in Stage. reIIecIion 
-.:I to gam confidence ., ndimentary nslrUCbOOai comp&-
lencies and pedagogy Focus was placed on technICal issues 
weh as rel inement 01 sper;>lic cfaMrOOm praCbCIIs and how 
instruct.onal or mana9'lmenl al)P<oscitH were us .... Prac· 
titioners otten examiroed and analyzed various approache!; Ie 









Lasley (1992 ) defi ned Stage II p<actiiioners as having a 
task locus. Emphasis was "aced upon koowing lhe fur>etk>ning 
of th e ciassrDom arid ~nowing how to teach stLKie nts. SUrvWal 
skills wete also a consideration . Practitioners were no( overly 
concerned -';th how kmwledge was constwcted. Limited cIeI iv-
ety appmacl>es were e'o'idenced. Mast experience<l practiti "". 
ers we re included within Stage II. 
Reflection at Stage II irwoOJe,j striving to urn:lerstar>d con-
cepts and contexls of teach ing and a th eoreti cal basis 
Practitioners had tile abil ity to determine conceptual and phio-
sophical g roon ding for classroom practices, could OOfend prac-
tic es and artic ulate how the practi ces fostered stu d~n'.' 
growth, but needed to examine ways of estab lishing congru -
"rICe between th<'O!)' and practice (Lasley, 1992). 
Stage III (Lasle~, 1992) focuseQ on th e impact of in struc-
tioo. Practitioners were process and outcomes orientoo, h<"d 
h>gh persooal and pmlessiooal expectations, arld believoo thut 
I€arning ~y the child was 01 key importarlCe, Practitiooers in 
Stage III fostered interrelatedness of disc iplines arld in quiry 
and were always IooI41g for new ways 01 teaching, A limit"" 
but growing number of practitioners were includod in Stage III. 
Lasley (1992) stated that Stage II I practiti<':>r>ors OOJId coo· 
duct sUbstantial internal and externa l dialogue about issues 
p-ertaining 10 leaching, Refl ecti oo was also exhibiled Ihrl)lJgh 
critkoally viewing ethical and instructional baSllS, Practition<lrs 
in StaQ<l III were intellectua lly active, critica lly refleClive and 
OOJld extE'rld classroom implicati()n s to sociely. 
"Adopting a 'refleclivity program' without adequate atlentK!n 
to the needs arld diSpOsitions of teachers wi most liI<ely result 
in d is~lusionment by all involv""," warr>ed Lasley (19$2, p. 28) 
Themfu re. "Iaff ooveiopment must be specificall y oriented to 
practitioner dispoSition and pedagogicaf stage . Also advocated 
was considoralion of a variely of detivery mechanisms that 
meshOO with the pedagogical stage 01 the practilione<. 
Conclusion 
Dewey's (1933) semina l wafk on rellective th inking has 
se rved as the mode l on which 10 bu i ld rellective inqui ry 
approaches. Dewey has proviood a model whic h examines 
social issues and problems crilica lly through the process of 
applying a lechnical prob lem solving approach. The process 
initiated ~y Dewey was close ly fol lowed by Eby and Kujawa 
(19$4) as they oove!oped a model designed to improve refl ",,· 
tion·in·action throogh systematic inquiry . Pugach aoo Johnson 
(1990) and SchOn (1983) also delineated process ·oriented 
models. Pugach and Johnson stressed the use of dialogue. 
SchOn provided a mode l fo r reflection·in·act ion wh ich was 
problem·oontered and utilized past experiences, theory and the 
Pfactitiooet's value syslem. 
Several educational resea rchers categorized leve ls of 
reflection used by practitioners. Habermas (1970) stratifi ed 
reflection us ing three modes, The emp irical·analytical leve l 
explo red education th roug h a theoretical knowledge base, 
Hermeneutic·pheoomenolog"al reflection was evidenced by a 
lundantental justification 01 practice, Habermas's highest level 
01 reflection was termed crit"aHhe-orel"a l which incorporated 
elements of self·understan<ing. emancipatory leaming and crit· 
ical consciousness. Van Manen (1977) oNe red the followin g 
three modes: techn ical rationality. which foc used upon method· 
oIogy and ootcornes; ooliberative rationality, which sought to 
integrate practice with th eory; and critical rationality , whic h 
placed vallie commitments 00 the educational process, 
In recent years additiona l theories 00 levels of reflective 
1hO<ing have be~n re·popularized. Grmmet et ai, (1990) aoo 
Lasley (1992) supported three modes 01 reflection beg(nrling 
I'oilh a te<:hn ical I€Vel, prog ressing through a deli berative. or 
cooceptual. level which valued coolext anct theai)', and peaking 
wilh a dial€clical level which encompassed moral, ethic and 
soc io ' polit ical aspects of educalion , Sparks-Langer et ai, 
Educational Considerations, Vol. 24, No. I, Fall 1996 
(1990), likewise oHerN three modes 01 reflection. The lowest 
level was cognitive, which provkled krlOWIedge and process for 
docision.making. The cril ica l leve l focused on dilemmas of 
leaching and socia l outcomes, while the narrative modes was 
addoo to provide descriptions 01 circumstances which served to 
provide tangiblO too ls f()r roflection . Valli'. (1990) intages of 
leaching provided a tecMi<;al levet and an indoctrinatioo mode 
whic!> was OC<'I·reflective. Addilional modes which wete retle.> 
tive OtcI udad practical decision·making and moral reflection with 
s..tx:ompor.ents of delibe rative, relatioMI arld critical reflection 
While the process of refleclion proved to be consiSlent in all 
models, variations were found r"9"-rding Iev,"s 01 reflection a. 
1'1011 as contrO\lersy of the praCI""'''y of a hle<afehy. Within all 
modets, lev,", of reflectioo are termed situalialal and can be 
augmented through kr;owiooge 01 theory, ava~atM~ty of pracboe 
sitWltions and training in strategies which enhance reflection 
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